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The teacher’s correction techniques can determine how students approach 
language learning. In order to understand the effect of oral error correction on 
students, we should know how students feel.
The purpose of this study was to investigate one teacher’s correction of 
students’ oral errors, the reflections of students on these corrections and the effect of 
the correction on their perceptions of their own language learning.
This study was conducted in a spoken English class, Department of ELT, 
METU. To collect the data I videotaped four classroom sessions followed by an 
interview and a reflection session. Having completed the data collection process and 
transcribed all the recordings, I first analysed the classroom discourse in order to 
classify and group the correction types the teachers used by considering Chaudron’s 
(1988) model to categorise the data. Secondly, to choose the informants for the 
interview and reflection session, I reanalysed the transcriptions of the classroom 
recordings, and selected as informants those students who were corrected more than 
the other students. In the interview session the informants answered questions, and
afterwards viewed the classroom video-recording and reflected on the portions during 
they were corrected. Having completed the interview and reflection sessions and 
transcribed the discourse, the data were analysed and grouped in light of the research 
questions.
The results showed that the teacher used six of Chaudron’s correction types: 
Interrupt, Delay, Repetition with Change, Prompt, Loop, Ignore. The results also 
indicated that the most common form of correction was to interrupt the student and 
provide the correct form of the utterance.
The results of the reflection session revealed that the students believed in the 
importance of error correction and would prefer being corrected even though they 
sometimes felt embarrassed and uncomfortable when corrected.
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CHAPTER 1 INTRODUCTION
Errors have played a significant role on the part of the students in language 
classrooms, and it has long been argued that the strategies teachers use on error 
correction may determine the attitude of students toward language learning. The 
literature on this topic shows that there has been a fundamental change in terms of 
the correction of errors from a focus on maximum correction to a focus on minimum 
correction. But research studies carried out on this matter have shown that teachers’ 
and foreign language students’ perspectives differ on the desirability of error 
correction. Students may say they want error correction but teachers are taught not to 
correct. Rinvolucri (1998) is clear about his view on this issue. He states, “Many 
teachers and learners believe that it is the teacher’s job to correct mistakes made in 
the language classroom and that if she fails to do this, she is not behaving 
professionally.’’ He also expresses his thoughts in the following way:
I have a suspicion that it is often the students who are most insistent that they 
want more correction in class who perceive mistakes at a values and beliefs 
level, rather than as technical, behavioural phenomena. Do we do much 
good, as teachers, by responding to their moralistic masochism with 
congruent sadism? If a person cries ‘beat me’, should you? (pp. 57-8)
As Rinvolucri says, there is no doubt that many students expect teachers to 
correct them, but as teachers, do we find it useful to correct our students each time 
they commit an error?. Shall we consider ourselves responsible for all errors and try 
to correct them?
The importance of errors to the language teacher cannot be ignored as they 
indicate which stage students are in and which language problems they experience. 
However, to know the importance of errors is not enough. The types of error 
correction the teacher uses should also be taken into consideration since ways of 
correction can either affect students negatively, which may hinder their language 
learning, or it may affect students positively, which can enhance their language 
learning.
This research study is concerned with how one teacher handles the errors in a 
freshman class of English language students at the Department of English Language 
Teaching (ELT hereafter) at Middle East Technical University (METU hereafter). 
This study investigates student-responses to the way their oral errors are corrected in 
language classrooms and the effect of the correction on their language learning.
Background of the Study
The stimulus for this study arises from an experience that I encountered 
during a study on error correction in an in-service teacher training program 
conducted at School of Foreign Languages (YADIM), Çukurova University in 1998, 
Adana, Turkey. The in-service program I attended required an action research 
project in which the research I carried out was on the error correction techniques I 
used in the classroom. My specific goal was to be aware of my responses to my 
students’ errors and determine whether my error correction strategies were effective 
enough. In the literature I reviewed at that time, I focused on teachers’ responses 
toward students’ oral errors and realised that there was an inconsistency in the ways
teachers correct their students’ errors which led teachers to have a wide variety of 
correction techniques to use in language classrooms. As part of the project I asked a 
colleague who was also involved in the action research project to observe my class 
and me with a checklist I had prepared on error correction strategies. The project 
involved several observations and pre and post observation-interview stages. I was 
observed for five class hours on different days. After the data collection stage, the 
observer and I worked on the data analysis process. Since the study was teacher- 
oriented, the students’ feedback on the ways they were corrected was not taken into 
consideration. As a result, I decided to follow up on the theme of error correction by 
focusing both on the teacher oral error correction, the student reflection on this 
correction and the effect of the correction on students’ language learning.
The key point for the investigation of this thesis is the recognition that 
students attend a language program with different profiles. These profiles consist of 
their aims, learning strategies, expectations and even their preferences for error 
correction. This thesis investigates the attitudes students bring to their own language 
learning in terms of correction. It is therefore instructive for researchers to examine 
the underlying beliefs students hold about error correction and how these beliefs 
influence their attitudes towards learning. As a result of my own interest in these 
issues being raised, I was led to this investigation of students’ reactions to oral error
correction.
Statement of the Problem
The action research project I conducted in 1998 was not based on students; 
however, I did assume that teachers’ and students’ perspectives may differ on the
issue of oral error correction. The problem is that many teachers correct without 
being aware of the effect on students. Because of this difference, the strategies the 
teacher uses may either support or hinder students’ language learning. The teacher’s 
correction techniques can determine how students approach language learning. In 
order to understand the effect of oral error correction on students, we should know 
how students feel and that is what I want to investigate.
What is important here is to find out the students’ perspectives on the 
correction of oral errors in order to assist in leading them to a positive attitude toward 
language learning.
Purpose of the Study
The purpose of this study is to investigate the types of correction a teacher 
gives in response to students’ oral errors, their reflections on this, and the effect of 
this correction on students’ perceptions of their language learning. Basically, the aim 
of this study is to gain insight into students’ reflections on the oral error correction 
they receive and to learn the perceived effect of this oorrection on their language 
learning
Significance of the Study
This study is significant in providing information about Turkish teachers and 
students on oral error correction and in particular understanding the students’ 
attitudes and preferences towards oral error correction.
The findings of this study may encourage teachers at Çukurova University 
(School of Foreign Languages) to increase their receptivity to their students’ 
reflections and to diagnose individual learning preferences on errors.
The findings can also guide future teachers in raising their self awareness 
towards their students in the future and can lead teacher trainers to develop projects 
in their institutions on student reflections.
In addition, the study furthers research that focuses on student perspectives.
Research Questions
The study focuses on the following research questions
1. What types of oral correction does one teacher use in response to students’ oral 
errors in a Spoken English class in the Department of ELT at METU?
2. What are the students’ reflections on the ways their oral errors are corrected?
3. How does teacher correction affect the students’ perceptions of their own 
language learning?
CHAPTER 2 REVIEW OF LITERATURE 
Introduction
This study investigates one teacher’s correction of students’ oral errors, their 
reflections on this issue and the effects of this correction on their perceptions of their 
language learning.
This study grew out of a concern to uncover some of the issues that 
characterise the relationship between language learning and error correction from the 
students’ perspective.
This chapter first identifies the conceptual approaches to error. Secondly, it 
discusses two major theoretical approaches to error correction; behaviouristic and 
cognitive. Thirdly, it displays types of error corrections used in language 
classrooms. Lastly, this chapter considers students’ perceptions of error correction.
Conceptual Approaches to Error
Different researchers interpret the concept of error and the identification of it 
in various ways. Researchers, in order to make the concept of errors clear, analyse 
errors under different categories which will be presented.
George (1972) defines error as “a form unwanted by the teacher or course 
designer” (in Allwright, 1988, p. 204). However, errors indicate the stage of the 
students and the problems they experience in their target language development. 
Corder (1967/1981) in his seminal paper pointed out the value of errors:
errors are significant in three different ways. First to the teacher, in that they 
tell him, if he undertakes a systematic analysis, how far towards the goal the
learner has progressed and, consequently, what remains for him to learn. 
Second, they provide to the researcher evidence of how language is learnt or 
acquired, what strategies or procedures the learner is employing in his 
discovery of the language. Thirdly, they are indispensable to the learner 
himself, because we can regard the making of errors as a device the learner 
uses in order to learn. It is a way the learner has of testing his hypothesis 
about the nature of the language he is learning, (pp. 10-11)
Categories of Errors
As Corder (1967/1981) states above, errors can be helpful in understanding 
students by being both diagnostic and prognostic. Errors are diagnostic as they 
inform us about the stage of the students in their learning processes and also 
prognostic because they can tell course organisers to evaluate and develop language 
learning materials based on the problems students experience.
Corder (1967/1981) also categorises errors as productive and receptive to 
understand what is in students’ minds. Productive errors occur in the utterances of 
the student whereas receptive ones cause misinterpretations in the listener’s mind.
In order to investigate productive errors, students’ utterances should be analysed, but 
to understand receptive errors, people’s reactions to orders or requests or any 
utterance should be considered.
When description of errors is considered, Corder (1967/1981) groups errors 
under four main categories:
Errors of omission where some element is omitted which should be present; 
errors of addition where some element is present which should not be there;
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errors of selection where the wrong item has been chosen in place of the right 
one; and errors of ordering where the elements presented are correct but 
wrongly sequenced (p. 36).
In another perspective on errors, Burt and Kiparsky (1974, in Lengo, 1995) 
explain the difference between global and local errors. Global errors involve the 
overall structure of a sentence and cause comprehension problems. However, local 
errors affect a particular constituent of an utterance and not affect the 
comprehensibility of the whole utterance.
So far in this chapter, the concept of error has been reviewed. The following 
section introduces the differences between error and mistake and how researchers 
perceive the two concepts.
Errors vs. Mistakes
Since there are various explanations made by different researchers, I find 
them worth presenting here in order to show their viewpoints.
Ellis (1994) in his article Learner Errors and Error Analysis discusses the 
difference between error and mistakes. He says that
errors reflect gaps in a learner’s knowledge; they occur because the learner 
doesn’t know what is correct. Mistakes reflect occasional lapses in 
performance; they occur because, in a particular instance, the learner is 
unable to perform what he or she knows, (p. 17)
In distinguishing the difference between the two, Ellis (1994) first suggests 
checking the consistency of learner’s performance. That is, if learners consistently 
say the incorrect utterance, then it can be considered as an error whereas if they
8
sometimes say it, it can be considered as a mistake. Secondly, learners can be asked 
to correct their incorrect utterances. If they can correct themselves then those 
incorrect utterances can be regarded as mistakes. However if they cannot correct 
themselves then they may be described as errors.
Another viewpoint on the difference between mistake and error is from Bartram and 
Walton (1991) who say that,
the former [is] caused by the learner not putting into practice something they 
have learned, the latter [is] caused by the learner trying out something 
completely new, and getting it wrong. However,... this distinction is an 
academic one: in practice... it is impossible to distinguish between the 
two. (p. 20)
Janicki (1985) classifies the difference in his conceptions of errors and 
mistakes in terms of systematicity. He defines mistakes as being related to the 
performance of the learner whereas errors are due to his lack of knowledge of the 
rules of the language, i.e., competence. Mistakes are not systematic and may be 
corrected by language users when they notice them. However, errors are systematic 
and indicate that the learner has not mastered the target language.
As mentioned above, in this section I reviewed conceptual approaches to 
error. In the next section, I further explain how theoretical approaches to error tie to 
error correction.
Theoretical Approaches to Error Correction 
In this section I will explain two major psychological approaches. I will start 
with behaviourism and then continue with cognitivism. For both topics I will discuss
their effects on language in general and on error correction in particular. Corder 
(1967/1981) introduces the two approaches in the following way:
In the field of methodology there have been two schools of thought in respect 
of learners’ errors. Firstly the school which maintains that if we were to 
achieve a perfect teaching method the errors would never be committed in the 
first place, and therefore the occurrence of errors is merely a sign of the 
present inadequacy of our teaching techniques. The philosophy of the second 
school is that we live in an imperfect world and consequently errors will 
always occur in spite of our best efforts. Our ingenuity should be 
concentrated on techniques for dealing with errors after they have 
occurred, (p. 5-6)
There two perspectives represent a behaviouristic approach and a cognitive 
approach learning. The following section gives an overview of the behaviouristic 
approach and the ensuing attitude to errors and error correction.
Behaviouristic Approach
In 1950s and 1960s a common psychological approach to learning was 
behaviourism, which is based on the concept of habit formation. In this approach, as 
Ellis (1997) explains, learning was seen as a response to stimuli and the 
reinforcement of the response made responses memorable. Learning was seen to 
take place when correct responses were practiced following a given stimulus. In 
order to foster learning learners were given positive reinforcement for their correct 
utterances and negative reinforcement for their incorrect utterances. Brooks (1967)
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epitomises this view when he says, “like sin, error is to be avoided and its influence 
overcome”
(in Tarone and Yule, 1989, p. 146). That is, bad habits can be prevented when 
learners are corrected immediately. In a similar way, Higgs and Clifford (1982, in 
Tarone and Yule, 1989) argue that students’ errors should be corrected in the earlier 
stages of L2 learning to prevent them from using incorrect forms at all.
This approach focused on the idea that “In fact, if students made a lot of 
mistakes, this was a sign of poor preparation on the part of the teacher” (Bartram and 
Walton, 1991, p. 109). Therefore, lessons were expected to be planned in such a way 
that students would not make mistakes.
After the late 1960s, emphasis on form and accuracy moved in a direction 
towards communication, and the concept of error gained another dimension. The 
cognitive approach focused on communication in language learning rather than form 
of the language. This approach resulted in a fundamental change in views on error 
correction.
Cognitive Approach
The cognitivists describe the role of mistakes as “a part of learning process; 
not wrong turnings on the road towards mature language use, but actually part of the 
road itself’ (Bartram and Walton, 1991, p. 11). Expanding on this, Norrish (1983) 
considers errors as a part of learning that can be ignored as long as there is no 
breakdown in communication. In her comments Larsen-Freeman (1986) proposes 
that teachers should provide opportunities for their students to communicate and 
express their ideas and opinions without considering their errors as problematic
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issues but as natural outcomes of spoken language. Littlewood (1984) comments 
that errors are useful tools since they inform both teachers and students about the 
problematic areas students experience.
In this section, the change from behaviourism to cognitivism was presented in 
terms of its effect on language in general and on error correction in particular. The 
next section focuses on the types of error correction.
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Types of Error Correction
Bolitho (1995) points to a part of the personality teachers almost never want 
to change: their need to feel needed. “As long as there are errors to correct, teachers 
will be needed and, being human, they like to be needed” (p. 48). Bartram and 
Walton (1991) discuss the way the teachers differ from each other and introduce the 
following scenario:
If your friend is stung by a wasp, you may react in a number of ways; do 
nothing, suck the wound, pour boiling water on it and so on. But generally 
you have not thought about it in advance and your reaction may therefore, be 
irrational or clumsy; like many amateur first aiders, you may end up doing 
more damage than the original injury. The same is true of correcting mistakes 
in language learning - often the spontaneous reaction on hearing a mistake is 
to correct it immediately. (Bartram and Walton, 1991, p. 4)
There are also teachers who ignore the errors and do not correct; however, there are 
other teachers who try hard until the student either utters the correct word or bursts 
into tears because of being forced to give the correct answer in front of the class.
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In language classrooms, teachers react to oral errors in a number of ways. 
Four models of the correction types teachers use are outlined in the following 
section: These are the models of Chaudron (1988), Long (1983), Allwright (1988) 
and Lyster and Ranta (1997).
Chaudron’s Model
Chaudron (1988, p. 146-148) in Table 1 presents the types and features of 
corrective reactions teachers use in language classrooms. He distinguishes between 
types and features in the following way. “Types were deemed to be capable of 
standing independently,... whereas features were bound, dependent on the context” 
(p. 145).
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Table 1
Features and Types of Corrective Reactions in the Model of Discourse.
Feature or type of 
“act” (F and/or T)
Description
IGNORE (F)
INTERRUPT (F)
DELAY (F) 
ACCEPTANCE (T)
ATTENTION (T-F) 
NEGATION (T-F)
PROVIDE (T)
REDUCTION (F) 
EXPANSION (F)
EMPHASIS (F)
REPETITION with
NO CHANGE (T)
T ignores S’s error, goes on to another topic, or shows 
Acceptance of content.
T interrupts S utterance following error, before S has 
completed.
T waits for S to complete ut. before correcting.
Simple approving or accepting word (usually as sign of 
repetition of ut.) but T may immediately correct a 
linguistic error.
Attention-getter; probably quickly learned by Ss 
T shows rejection of part or all of S ut.
T provides the correct answer when S has been unable 
or when no response is offered.
T ut. employs only a segment of S ut.
T adds more linguistic material to S ut., possibly 
making more complete.
T uses stress, iterative repetition, or question 
intonation, to mark area or fact of incorrectness.
T repeats S ut. with no change of error, or omission 
of error.
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REPETITION with
NO CHANGE and
EMPHASIS
REPETITION with
CHANGE (T)
REPETITION with
CHANGE
EMPHASIS (T) (F) 
EXPLANATION (T)
COMPLEX
EXPLANATION (T) 
REPEAT (T)
REPEAT (Implicit)
LOOP (T)
PROMPT (T)
T repeats S ut. with no change of error, but emphasis 
locates or indicates fact of error.
Usually T simply adds correction and continues to 
other topics. Normally only when emphasis is added 
will correcting change become clear, or will T attempt 
to make it clear.
T adds emphasis to stress location of error and its 
correct and its correct and its correct formulation.
T provides information as to cause or type of error. 
Combination of negation, Repetitions, and/or 
explanation.
T requests S to repeat ut., with intent to have S self 
correct.
Procedures are understood that by pointing or 
otherwise signalling, T can have S repeat.
T honestly needs a replay of S ut., due to lack of clarity 
or certainty of its form.
T uses a lead-in cue to get S to repeat ut., possibly at 
point of error; possible slight rising intonation.
CLUE (T)
ORIGINAL 
QUESTION (T) 
ALTERED 
QUESTION (T) 
QUESTIONS (T)
TRANSFER (T)
ACCEPTANCE (T) 
REPETITIONS (T) 
EXPLANATION (T) 
RETURN (T)
VERIFICATION
(T-F)
EXIT (F)
T reaction provides S with isolation of type of error or 
of the nature of its immediate correction, without 
providing correction.
T repeats the original question that led to response.
T alters original question syntactically, but not 
semantically.
Numerous ways of asking for new response, often with 
clues, etc.
T asks another S or several, or class to provide 
correction.
T shows approval of S ut.
Where T attempts reinforcement of correct response.
T explains why response is correct.,
T returns to original error-maker for another attempt, 
after transfer. A type of verification.
T attempts to ensure understanding of correction; a 
new elicitation is implicit or made more explicit.
At any stage in the exchange T may drop correction of 
the error, though usually not after explicit negation, 
emphasis, etc.
16
Note. Ut. abbreviation refers to utterance.
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Long’s Model
Long (1983) in his article, Teacher Feedback and Learner Error: Mapping 
Cognitions explains the decision-making process the teacher undergoes 
(see Figure 1).
more pcrmancnl 
faciors
more ephemeral 
factors
Figure 1. Model of the decision-making process prior to the teacher feedback move. 
From Second language learning. Contrastive analysis, error analysis, related aspects. 
(p. 458), by M. H. Long, (1983). In B. W. Robinett, and J. Schächter (Eds.). Ann 
Arbor: The University of Michigan Press.
In Long’s model, as shown in Figure 1, the first decision the teacher makes 
when an incorrect utterance is heard is to treat the error or not. If the teacher decides 
to treat the error then s/he has to consider when to treat the error. Long lists three 
options on when to treat the error: a) immediately, which often involves interrupting 
the student, b) after the completion of the student’s utterance, and c) at some future 
time” (p.459). The next decision to be made is based on three basic options:
a) to inform the student of the existence of error, b) to inform the student of 
the location of error, c) to inform the student of the identity of error. Then 
follows a decision as to whether a, b, c will be carried out by the teacher or by 
another student or students, (p. 460)
Long concludes his decision-making process model by stating that the teacher 
may decide to ignore the error due to either not noticing or deciding to postpone 
treatment for another lesson or later in the current lesson.
Allwright’s Model
Another model for correcting errors is presented by Allwright (1988), who 
argues that teachers are inconsistent and that they SHOULD be in order to take 
individual’s various needs and levels into consideration. Allwright’s suggestion for 
the teacher is to consider the situation after the incorrect utterance and then to react 
according to the needs of the individual and to clarify the problem. Allwright first, 
introduces some questions the answers which teachers need to know before referring 
to the 18 sub-categories of error correction types listed below. The teacher needs to 
consider:
18
1. What was actually said or done
2. Who said or did it
3 What was meant by it
4. What should have been said or done
In addition, the teacher may need to know
5. What the native language equivalent would be (p. 206)
Allwright states that when the teacher recognises the questions above, the next step is 
to choose a treatment type among the given options listed below. The following 
treatment types are based on observation and divided into two categories as basic 
options and possible features of which the analysis is particularly tentative.
Treatment type
A. Basic options: The teacher makes a decision to
1. treat or ignore completely.
2. treat immediately or delay.
3. transfer treatment or not.
4. transfer to another individual, a sub-group, or to the 
whole class.
5. return, or not, to original error-maker after treatment.
6. call upon, or permit, another learner (or learners) to provide 
treatment.
7. test for efficacy of treatment.
B. The features of treatment are:
8. Fact of error indicated.
9. Blame indicated.
10. Location indicated.
11. Opportunity for new attempt given.
12. Model provided.
13. Error type indicated.
14. Remedy indicated.
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15. Improvement indicated.
16. Praise indicated, (p. 207)
Allwright (1988) as a key point, suggests that teachers develop an awareness 
of the above mentioned questions and then choose the relevant error treatment types. 
Lvster and Ranta’s Model
Another study which provides the types of corrections used by teachers to 
student errors in their analysis of classroom interaction was conducted by Lyster and 
Ranta (1997). They focus on the correction types in the following way;
Explicit correction: ... teacher provides the correct form and he or she clearly 
indicates that what the student had said was incorrect;
Recasts: involve the teacher’s reformulation of all or part of a student’s 
utterance, minus the error.
Clarification requests: includes phrases such as “Pardon?” or what do you 
mean by X?
Metalinguistic feedback contains either comments, information, or questions 
related to the well-formedness of the student’s utterance without explicitly 
providing the correct form.
Elicitation: teachers elicit a completion of their own utterance by strategically 
pausing to allow students ‘to fill in the blank’ as it were.
Repetition: refers to the teacher’s repetition, in isolation, of the student’s 
erroneous utterance, (pp. 46-48)
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Lyster and Ranta (1997) in the study discuss on the relationships among error 
types, feedback types and immediate learner repair in four French immersion 
classrooms at the elementary level. This is shown in Figure 2.
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Figure 2. Error treatment sequence. From “corrective feedback and learner uptake: 
Negotiation of form in communicative classrooms,” by R. Lyster, and L. Ranta, 
1997, Studies in Second Language Acousition. 19(n . p. 44.
Lyster and Ranta in the error treatment sequence (see Figure 2):
begins with a learner’s utterance containing at least one error. The erroneous 
utterance is followed either by the teacher’s corrective feedback or not; if not, 
then there is topic continuation. If corrective feedback is provided by the 
teacher, then it is either followed by uptake on the part of the student or not... 
If there is uptake, then the student’s initially erroneous utterance is either 
repaired or continues to need repair in some way. If the utterance needs 
repair, then corrective feedback may again be provided by the teacher; if no 
further feedback is provided, then there is topic continuation. If and when 
there is repair, then it is followed either by topic continuation or by some 
repair-related reinforcement provided by the teacher. Following the 
reinforcement there is topic continuation, (p. 45)
In this section, four approaches to error correction were discussed. In the 
following section I move from a focus on the teacher to a focus on the student.
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Students’ Perceptions of Error Correction 
The main focus of this chapter so far has been on the ways of teacher 
correction. This section, however, highlights the students, considering both their 
perceptions of and negative and positive attitudes towards error correction.
Negative Attitudes
Students who are afraid of making errors and losing face in front of their 
classmates often have negative attitudes towards correction. These types of learners 
might not even want to participate in the lessons because of the fear of making errors.
Krashen (1982) stresses the disadvantages of errors saying that error correction can 
lead students to an excessive focus on form rather than meaning and, therefore, could 
put them under pressure to produce “only” correct sentences. He suggests that when 
students have to produce perfect sentences they might avoid using complicated 
structures. The reason is that if they attempt to use complex structures, they may 
experience problems in constructing those sentences and make errors.. Van Tier 
(1988) argues, too, that students may find being corrected threatening which could 
hinder their language learning. Similarly, Kessler (1992) points out that students can 
lose self confidence when they are corrected in classes where teacher is the 
domineering figure and looking forward to correcting errors. In addition, Harmer 
(1998) focuses on adults being more nervous in learning than younger learners and 
their developing negative attitudes towards correction. He points out that “the 
potential for losing face becomes greater the older you get and older people dislike 
being made to look foolish in front of their classmates” (p. 11).
Bartram and Walton (1991) in one study, documented students’ feelings and 
preferences. This is how students described their negative feelings towards oral error 
correction:
Frustration- “My teacher isn’t listening to me but my language.
My teacher interrupts me when I really want to say something.”
Fear-1 mustn’t speak unless I know what I’m going to say is right, (p. 29-30) 
Students also develop negative attitudes when only some of their errors are corrected. 
For example, Gethin and Gunnemark (1996) support this notion by finding out that 
some students feel uncomfortable when some of their mistakes are corrected. The
23
24
reason is because they would wonder whether the uncorrected utterances were right
or wrong.
Students not only develop negative attitudes when corrected, they also feel 
discouraged when they are not corrected at all. Bartram and Walton’s study 
examplifies as described below.
Discouragement- “This language is too hard for me.” “I can’t make any 
progress because no one tells me what is right and what is wrong.”(p. 30)
The above studies describe negative attitudes students may develop towards 
types of correction. The next section discusses the positive attitudes students have 
towards the ways teachers correct errors.
Positive Attitudes
Students who are not afraid of being corrected, “correction freaks” as 
Rinvolucri (1998) calls them, develop positive attitudes towards correction (p. 47).
Bolitho (1998) states that students expect to be corrected since they are used 
to being corrected a lot by the teachers who hold to a traditional view of language 
teaching. In addition, he says students complain about teachers who do not correct 
them when they make mistakes.
A questionnaire was used by Cathcart and Olsen (1976, in Chaudron, 1988) 
to investigate learners’ preferences for error correction. In order to investigate their 
preferences, 149 adult ESL learners’ were included. It is found that learners who 
took part in the research study preferred to be corrected however, they pointed out 
that error correction might destroy the communication. The learners also wanted 
correction on pronunciation and grammar in the first place.
In a study of 418 adult ESL learners’ attitudes and preferences in error 
correction by their native speaker friends, Chenoweth et al. (1983) observed that 
learners’ preferences were positive on correction especially in conversations with 
native speakers. Chenoweth et al. also discovered that the subjects were corrected 
most in the following areas: Pronunciation, word choice, word form, word order and 
factual accuracy.
McPherson (1995) completed a research study which compared beginner and 
advanced learner responses to correction of spoken errors. She conducted this study 
with adult Asian learners in an intensive English language program. One of the 
initial concerns of her study was to investigate learner preferences for specific timing 
of correction. Some of the comments made by the beginner learners in this study are 
as follows:
Noppadom- I like to be corrected immediately because when I finish 
studying, I can’t remember everything. I want to know now.
Kanitta- I want correction a few minutes later because I can remember and 
write things in my notebook.
Hyun Ah- Correction at the end of the lesson gives me more to think and 
understand. It doesn’t waste time in the lesson. I can ask the teacher my 
questions, the teacher can help me. I don’t worry about the other students- 
maybe they do not have the same problem as me. (p. 49)
The different perspective of advanced learners are as follows:
Tomoko- Immediate correction is OK if it’s very basic grammar or 
pronunciation. If you correct me later, I forget it.
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Такако- This depends on the situation: when I’m studying grammar, I have 
to be corrected immediately.
Suzanne- I like to be corrected immediately because the meaning is not 
strong if I am corrected later. If the correction needs a long time to explain,
I prefer the end of a lesson, (p. 50)
The advanced learners’ preferences in terms of timing was determined more by the 
type of error made or the purpose of the activity engaged in at the time the error 
occurred. Further reflections from the beginner students on their preferences and 
attitudes towards correction:
Noppadom: I don’t feel angry or embarrassed when the teacher corrects me, 
because the teacher teaches me.
Kanitta: I thank the teacher but I don’t like it if the teacher is angry and points 
at me.
Hyun Ah: If many people are looking at me when the teacher tells me I am 
wrong, I feel very ashamed, but after I thank the teacher.
Beginner students, as mentioned above, feel uneasy when corrected in front 
of their classmates. The advanced group gives their opinions as follows:
Suzanne: I sometimes feel shy when the teacher corrects my speaking if every 
classmate knows the word and the meaning. Then I feel foolish, but later I 
will be thankful.
Yeong Tae: When the teacher corrects me, I have to appreciate it, but I might 
feel a bit-not angry- but depressed. Generally, it depends on the situation 
and the teacher’s method.
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Yupin: I appreciate the teacher’s correcting, but I’m angry with myself. I 
study in level 5, it’s quite high, we should speak English quite good and 
with correct grammar, (p. 50)
The advanced students in their reflections consider the importance of correct 
language although they feel a bit disappointed when corrected.
In the study Bartram and Walton (1991) conducted, students’ feelings and 
preferences were taken into consideration. The negative reflections students 
displayed were presented in the previous section. Here, the positive reflections are 
presented.
Satisfaction- “My teacher is increasing my accuracy.’’ I know I can try things 
out and check with the teacher if they are right or not.
Confidence- “This teacher seems to know what she is doing.’’ (pp. 29, 30)
To summarise, in this chapter, first, conceptual approaches to error were 
introduced. Secondly, two major theoretical approaches and their effects on 
language in general and on errors in particular were reviewed. Thirdly, types of error 
corrections used in language classrooms were explained. Lastly, learners’ 
perceptions of error correction were discussed.
This review has indicated that even though the cognitive approach to 
language learning (which followed the behaviourist view) views errors as inevitable 
and as something that might be ignored, there are very different perspectives on the 
part of the students. This study, then, furthers research that focuses on learner 
perspective. The following chapter explains the data collection process I went 
through to conduct my study.
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CHAPTER 3 METHODOLOGY
Introduction
The aim of this study is to investigate one teacher’s correction of students’ 
oral errors, students’ reflections on that teacher’s correction and the effect of this on 
their perceptions of their language learning. The major focus is to gain insight into 
students’ reflections on the oral error correction they receive.
This study is carried out in a naturalistic classroom environment. The data 
were collected from the students through videotaping and interviews, and analysed 
using discourse analysis techniques.
In the following sections of this chapter, first, detailed information about the 
infoimants and instruments used for data collection are provided. Secondly, data 
collection procedures are presented. Finally, the chapter is concluded with a brief 
explanation of data analysis procedures.
Informants
This study was conducted at the Department of ELT, METU. To conduct the 
study, I first gained permission of the Department chairperson. Then I received 
information about the teachers and schedules of Spoken English courses for freshman 
students. All the Spoken English courses were held on Wednesdays between 09:40 
and 12:30. I consulted the spoken English teachers and asked them whether they 
would like to take part in my study. Two of the teachers agreed to work with me. 
These teachers were informed about the general topic of teacher-student exchange,
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but not about the specific topic of error correction. Table 2, below, gives the 
background of the teacher.
Table 2
Teacher Profile
Category Teacher A Teacher B
Gender Female Female
Degrees M.A in ELT Ph.D in ELT
Years of 
Teaching 
Experience
2.5 years 10 years
Skills Speaking and All Skills
taught Composition
Other Overseas Teaching 
Experience
Both teachers were female and Teacher A had an MA in ELT with two and a 
half years of teaching experience whereas the other one had a Ph. D in ELT with ten 
years of teaching experience. Teacher A had taught speaking and composition 
courses and the other one had taught all skills. Teacher B had overseas teaching 
experience whereas Teacher A didn’t. Both were cooperative during the data 
collection process. Table 3 displays the profile of the classes whose teachers I 
introduced above.
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Table 3
Student Profile
Class A Class B
Gender 3 M 15 F 4M  18 F
Grade freshman
Age range 18-22
Note. M stands for Male; F stands for Female.
As can be seen in the Table 3, both classes are quite similar. Class A has 
three male and 15 female students and Class B has four male and 18 female students. 
They are all freshman students and their ages vary between 18 to 22. These classes 
were chosen specifically because students were future teachers. Because of this it 
was deemed likely that they would be interested in reflecting on their ideas about 
error correction.
Instruments
In this study, videotaping was used to collect three types of data: classroom, 
interview and reflection sessions. First, I videotaped the two classrooms for four 
class hours. The main focus of using the video recording was to document the 
teachers’ correction of oral errors so the students could comment on it later when 
they viewed it. Then I both videotaped and audiotaped the interview and reflection 
sessions for back up purposes.
Procedure
Selection of Teacher
Since I was focusing on students’ perceptions of error correction, I decided to 
videotape the classrooms in order to find and select the teacher who corrected more 
when compared to the other teacher. The videotapings took place on a mutually 
agreed dates and times. The classroom recordings took about 120-140 minutes. 
Table 4 gives the recording schedules and topics that were discussed in the 
classrooms.
Table 4
Class Schedule
Topic Date Time
Class A Sense of Humour March 3'“, 1999 09:40-10:30
Experience or Ability March 10*, 1999 09:40-10:30
Class B Honesty March 10*, 1999 10:40-11:30
Honesty in Love March 10*, 1999 11:40-12:30
As can be seen above in Table 4, each class lasted 50 minutes, and three of 
them were videotaped on the same day. The topics they covered were ‘Sense of 
Humour’, ‘Experience or Ability’, ‘Honesty and Honesty in Love’. After having 
videotaped the classes, I viewed the recordings and transcribed them. Then I 
analysed the classroom recordings and selected the class whose teacher did more oral 
error correction when compared to the other teacher. The analysis showed that 
Teacher A did more error correction than Teacher B. From then on I conducted the
rest of the study with Teacher A’s class, Class A, and based my analysis on the 
session held on March 10*, 1999 from 09:40 to 10:30.
Selection of Informants
To select the informants I reanalysed the transcriptions of the classroom 
recordings and found out which students were corrected. I chose five students to be 
my informants (SI, 2, 3, 5, 6) for the interview and reflection sessions. S4 is in the 
original transcript (see Appendix A), but is not included in any of the discussion 
since she was not corrected much in class, therefore, not providing sufficient data for 
the interview and reflection sessions. The criteria for selecting students 1, 2, 3, 5, 
and 6 specifically was that they were corrected more than the other students. I 
informed those five students about my study and asked them if they would like to 
participate in the interview and reflection sessions. They all agreed. I handed them 
the questions I would ask in the interview sessions before the interview so that they 
would have an idea about the content of the interview session. The informants were 
also reminded to ask questions if they had problems in understanding my questions. 
Videotaped Interview and Reflection Sessions
For this session five informants and I met at 12:30 on April 12th, 1999 in the 
Seminar Room of the Department of ELT, METU.
A videotape player was available in the Seminar Room so that informants 
could view the classroom recording and comment on it. This session was both 
videotaped and audiotaped with the agreement of the informants and was conducted 
in English.
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At the beginning of the interview I introduced the topic of my study and 
explained the steps of the interview and reflection sessions. I also informed them 
that they would not be graded on the sessions.
First I asked questions I had prepared for the informants. I asked each 
question to all the informants once and received their answers one at a time.
After the interview questions were over, I played the portions of classroom 
recording where each informant was corrected and invited them to reflect on the 
teacher’s corrections on their oral errors.
Soon afterwards the session ended, I listened to the audiotape and transcribed 
the interview and reflection sessions and then viewed the videotape to check the 
transcriptions
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Data Analysis
I followed the model of Chaudron (1988) in which he presents the types of 
corrective reactions teachers use in language classrooms (see Chapter 2 Review of 
Literature, pp. 14-16). I also transcribed the tapes and analysed the transcriptions 
when both the videotaped and audiotaped interview and reflection sessions were 
completed. The questions asked in the interview were already grouped as each 
question had been asked one at a time. I began analysing those groups by 
summarising them in tables and providing direct quotations from the transcriptions. 
For the reflection sessions I considered and analysed each comment separately. The 
data analysis process is discussed in more detail in Chapter 4.
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CHAPTER 4 DATA ANALYSIS
Overview of the Study
This study investigated the correction of students’ oral errors, their reactions 
to this correction and the effects of this correction on their language learning in a 
Spoken English class at the Department of ELT, at METU.
To conduct this study I used a videotape to collect three types of data. The 
types were classroom, interview and reflection sessions. First, I videotaped two 
speaking classes. Class A and B, for four class hours. The purpose was to document 
the types of error corrections the teachers used as a basis for selecting the teacher 
who could provide the most data for the study. Secondly, I chose five students to be 
my informants (SI, 2, 3, 5, 6) and informed them about the study I was conducting 
and gained their permission to include them in the interview and reflection sessions. 
Before the interview, I provided them with the questions I would ask in the interview 
so that they would have an idea about the session. The session was held with five 
informants at 12:30 on April 12th, 1999 in the Seminar Room of the Department of 
ELT, METU. It was both videotaped and audiotaped with the agreement of the 
informants and was conducted in English. The interview session in which the 
informants were asked to answer the interview questions was followed by the 
reflection session. In the reflection session, the informants viewed the classroom 
recording and reflected on the portions where they were corrected.
In this chapter I present a discussion of my data analysis procedure and then 
the results of the study. The results represent a discussion of the types of oral
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corrections made by the teacher and an analysis of the students’ interview responses 
and reflections.
Data Analysis Procedure
Having completed the data collection process, first, I viewed the recordings 
and transcribed them. I then checked over the classroom transcriptions several times 
and noted down the portions in which both teachers A and B corrected oral errors. 
The transcriptions from Class A, the session which was on March 10"’, 1999, from 
09:40 to 10:40 indicated that Teacher A did more correction than Teacher B (see 
Appendix A for full transcription). Therefore, I was led to conduct the rest of the 
study with Teacher A’s class. Class A. Then I classified and grouped the correction 
types Teacher A used in her classroom on the above mentioned date. Secondly, to 
choose the informants for the interview and reflection session, I reanalysed the 
transcriptions of the classroom recordings and found out which students were 
corrected. The criteria for selecting particular students as informants specifically was 
that they were corrected more than other students. After the interview and reflection 
session ended, I listened to the audiotape, transcribed the sessions and then viewed 
the videotape to check the transcriptions (see Appendix B for full transcription).
The next section in the chapter presents the results of the data analysis. The 
types of oral error corrections Teacher A used form the first part of the Results 
section and examples of corrections are given in excerpts from the transcriptions.
The second part is a discussion of the interview session which focuses on the 
informants’ attitudes towards oral error correction, the effect of correction on their
motivation, their preferences in oral correction, and their opinions on not being 
corrected at all. The answers are displayed in tables and discussed by giving direct 
quotations from the interview. The third part is a discussion of the reflection session 
which provides the reflections of the informants while watching the videotape.
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Results
The section begins with the presentation of oral correction types Teacher A 
used and is discussed using categories presented by Chaudron (1988) in his model 
(see Chapter 2, pp. 14-16). In this one hour of data only six of Chaudron’s correction 
types are used. I have borrowed Chaudron’s terms for this analysis.
Teacher Correction
In the classroom session I videotaped and selected to use for the data analysis, 
the class hour consisted of student oral presentations. First, the teacher introduced 
the topic which was “People should be rewarded according to ability, not age and 
experience” and gave them 15 minutes to consider the topic. Following that, they 
had five minutes to present their responses orally. When it came to choose the 
presenters, the teacher called the students randomly from the attendance list. While 
the students expressed their ideas on the topic, they were corrected by the teacher in 
various ways. The oral error correction types Teacher A used are presented under the 
following sub-headings.
• Interrupt
• Delay
• Repetition with Change
• Prompt
• Loop
• Ignore
Interrupt. In this type of correction teacher interrupts the student’s utterance 
following the error, or before student has completed the utterance. In the classroom 
recording, there are examples of immediate correction where the teacher corrects the 
students’ oral errors explicitly by interrupting them. These examples are provided in 
the following excerpts.'
Excerpt 1: Experience (original transcript-Appendix A, lines 10-17).
S1 ;er.. I think, I want to start first of all the situation of society and in our 
society er young people er can’t er have got they deserve since it is 
thought that young people don’t have enough information an they aren’t 
experienced /Eksperien Sit/. They aren’t experienced /Eksperien s^ Jt/. In my 
opinion^
T: =Just a moment. Experienced /Ik spirianst/
SI:((hh hh)) Experienced/Ik’spirianst/
T: OK.
SI: In my opinion, reinforcement such as...
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 ^ The following discourse symbols are used:
= latch”-one speaker’s turn immediately follows a previous speaker’s turn 
XXX incomprehensible
(.) “micro pause-a very short hesitation in the speaker’s speech 
(.8) number in parenthesis = length o f  gap/silence in seconds 
words omitted 
? rising intonation 
falling intonation
((hh hh)) laughter “particles”-syllables o f  laughter 
[[ ]] author’s comments
(( )) descriptive explanation
As seen in lines 14-18 the teacher corrects SI immediately by interrupting 
and giving the correct pronunciation of the word. The student then repeats the word 
correctly, and the teacher accepts her utterance by saying “OK”.
Excerpt 2: Rewarded (original transcript, lines A127-163)
In Excerpt 2 (see lines 130-160) there is a series of corrections which start 
with interruption and continue with the teacher providing the correct form, repetition 
of the student and acceptance of the utterance by the teacher.
T: Now let’s have ((name)).
S5:1 think that people should be rewarded /ri’wardad/ according to ability not 
according to age and experience=
T; = Just a minute rewarded /ri word5d/
S5: rewarded /ri wordod/
T: Yes. Good.
S5: Society must reward people. If a people, a person, if people have a 
experience but not the ability he doesn’t have he doesn’t deserve to 
rewarded and=
T: =Tewarding
S5; rewarding because young and capable people can reach their aim
successes very quickly ... in a child, peer groups er always there are a 
people, (.) there are a person, children^
T: =there is a person.
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S5; There is a person who manage /m l'nsi^  the others^ 
T: =manage/'masnsd^.
S5: manage / maenad^/ the others=
T: =You mean lead.
S5: lead=
T: =lead others.
S5: It is an ability. Management /ml nad^msnt/ is an ability I think=
T: =management / m^nad^mont/
S5: ((S covers his face with hands and whispers)) Sorry.
T: Don’t be scared there is no need for that. OK. We’re just trying to 
improve ourselves.
As seen above in Excerpt 2, the teacher in line 130 interrupts S5 and provides 
the correct pronunciation of the word ‘rewarded’. Then S5 repeats the correct 
pronunciation followed by teacher acceptance. In line 137, teacher interrupts the 
student and provides the correct form of the word “rewarding”. In line 149, the 
teacher corrects the student and provides the correct subject verb agreement. In line 
150, S5 pronounces the word “manage” incorrectly and the teacher interrupts and 
provides the correct pronunciation. S5 repeats the correct word. A few lines later in 
line 159, this time he mispronounces the word “management” and the teacher for the 
fifth time interrupts and corrects him by providing him with the correct form. Right 
after the correction S5 gets embarrassed and says “Sorry”. The teacher tries to 
comfort him by saying “we are here to improve ourselves”.
The next Excerpt is another example o f ‘interrupt.’
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S6: ...experience is also important for boss. I talked one of my friends and 
he said me that er just one week or two week before he applied a Job 
and boss /bAs/ ask him=
T; =You mean the boss /bos/ not bus /bAs/.
S6: ((hh hh)) Yeah=
T; =Just a minute. Say it again this way boss /bos/
S6: boss /bos/
T: Yeah.
In Excerpt 3 (see lines 166-172) the teacher interrupts right after the word is 
mispronounced, and corrects the pronunciation. “You mean the boss not the bus.” 
(see line 169) When S6 doesn’t repeat, she asks explicitly for a repetition, which 
student gives.
The next excerpt gives another example of ‘interrupt’.
Excerpt 4: Accept and stubborn (original transcript 224-228)
Excerpt 4 supplies two examples of ‘interrupt’
SI; T think he doesn’t accept /ak sEt/=
T: =accept/ak sEpt/.
S I: accept /^k'set/ the advice of that person. I think he is stubborn 
/sto’bbom/=
T: =stubbom/'stAbam/
Excerpt 3: Boss (original transcript, lines A 166-173)
S I: He’s always behaving as if he knows everything.
In line 224 the word “accept” is mispronounced and the teacher corrects her 
by interrupting. However, the student continues to mispronounce the word and the 
teacher ignores it. In line 227 SI pronounces the word “stubborn” in an incorrect 
way and the teacher interrupts to provide the correct pronunciation.
In this section all four excerpts indicate a way of teacher correction of errors: 
interrupting and providing the correct form of the utterance. The second pattern she 
uses is delayed correction.
Delay. This type of oral error correction requires waiting for the student to 
complete the utterance before correcting. The related excerpts are given below. 
Excerpt 5: Firm (original transcript A lines 54-61)
This excerpt discusses the teacher’s correction through “delayed correction”.
T: Yeah, can be much more successful than the experienced person^
S2: =He can think, he can find new ideas different ideas in a firm /firm/ and 
make lots of (.) how can I say, different (.) and (.)=
T: ==creations?
S2: creations.
T: Right. That’s firm /fÿrm/, firm /fa'iin/.
S2: Firm /fmn/.
T: Firm/fïim/...
In Excerpt 5 (see line 59) the teacher corrects S2 by providing the correct 
pronunciation of the word ‘firm’ after the student completes his sentences. S2 
repeats the word with correct pronunciation and the teacher models it again.
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The teacher in this excerpt uses the “Delay” type of correction.
T: Yes, ((name)), let’s get your ideas about this topic.
S3: ...because our young people have many many er.. cap (.) able (.) 
capabilities but I think clever brains ability in governing is more 
important er.. are more important than age. I should confess one thing 
that experience is also important but not behind the ability /e’balti/ 
behind the ability /e balti /. So we can say that people should be 
rewarded according to their ability /e balti/ not the age maybe experience 
is important but not their age.
T: OK. So well just one mistake OK? ability /5 blllti /.
S3; ability /3 blllti /
T: ability/3 blllti/
S3: ability /3’blllti /
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Excerpt 6; Ability/capability (original transcript A lines 74-100)
T: Yes, very good. You say /e’bslti/ or something like that. That is incorrect.
Maybe you’re confusing with capability /kepd blllti /.
S3: Yes, I have problems with capability /kepè’blllti /.
T: OK ability/Э’blllti/, capability /keps'blllti /. Would you repeat them after 
me? capability /kep9 blllti /
S3; capability/kep3'blllti/
T: ability/<9'blllti/
S3: ability/a'blllti/
T : OK very good, ((hh hh)) That was good thank you.
In Excerpt 6 (see lines 74-88) the teacher follows S3’s speech until it is 
finished and first repeats the correct version of the word ‘ability’ (line 88) and S3 
repeats the correct version. Then the teacher pronounces the word in the same way 
S3 pronounces it to show that it is incorrect and pronounces the word ‘capability’ and 
‘ability’ (see lines 95-99). In the end, she shows acceptance of the utterance 
(line 111).
The next excerpt is another example of ‘delay’.
Excerpt 7: Stuff/staff (original transcript A lines 183-193)
In Excerpt 7, the corrected word is “staff’.
S6: ...the boss wants a person want a staff /stAf/ who has a experience but at 
the end this is er a big luck I think. He can manage because of his ability.
T: OK so maybe a combination of two. So just a simple thing to remind you. 
OK. very small thing. What’s the difference between stuff/stAf/ and staff 
/stasf/? Stuff /stAf/means thing, something right? This kind of a stuff /stAf/ 
for example. Staff /stæf/ is the worker. Staff /stæf/. OK. Staff /stæf/ and 
stuff /stAf/.
S6: Staff/stæf/.
T : Stuff /stAf/ is shorter a little bit, different sound. Do you see the 
difference? Hear the difference? Simple right? So...
In Excerpt 7 (see lines 183-186) the teacher and waits for the student to 
complete her sentence. The teacher gives the correct pronunciation of the word 
“staff’ by comparing it with the word stuff The teacher speaks American English
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therefore, she corrects the incorrect utterances depending on the phonetics of 
American English and gives a brief explanation of the different pronunciations 
between the two words.
The above examples display two types of error correction the teacher uses in 
the classroom recording: “Interrupt” and “Delay”. The former type focuses on 
interrupting the student right after the incorrect utterance, whereas the latter type 
waits for the student to finish his/her utterance. The next section focuses on the third 
type of error correction she uses.
Repetition with Change. In this type of correction teacher gives a corrected 
version of the message after the student makes an incorrect utterance. However, she 
does not ask for a repetition from the student, but allows the discussion to continue. 
The following two excerpts provide relevant examples.
Excerpt 8: Be (original transcript A lines 69-74)
S2: ....my manager was really a good person. She helped me and I was very 
successful I think. Just an ability to persuade a person. It is always 
important. In a hotel you must always smile and talkative person=
T : =You must be a talkative person.
S2: You must always smile.
T: That was good. Thank you...
In Excerpt 8 in lines 69-71, S2 constructs a sentence; however, in line 71 she 
omits the verb “be”. The teacher repeats the sentence by adding “be”. The student 
seems unaware of this correction and continues with her message. The teacher does 
not stop her from continuing to talk.
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S2: ... they are so obstinate and they don’t accept you even you don’t want to 
salary.
T: even you don’t wanna have salary. Let’s have a break.
In line 248, S2 does not use the word “have” in her sentence and the teacher 
repeats the sentence by adding the missing word and does not wait for the student 
response, but ends the session.
In this part I gave examples of repetition with change. In the following one, I 
consider a fourth type of correction.
Prompt. A prompt is when the teacher uses a lead-in cue to elicit a correct 
answer either by asking or pausing so that students complete the sentence. The 
following is the only example where the teacher uses this elicitation technique. 
Excerpt 10: Apply (original transcript lines 38-47)
T: What do you think about the situation over here?
S2: First of all I agree with the situation... People should be rewarded
according to their abilities not according to their age or experience when 
he apply a job. First (.)=
T: =Just a minute. When he apply (.)==
S2: =When he apply to=
T: =applies (.)=
S2: =When he applies for a job.
In line 44, the teacher interrupts the student but instead of giving the correct 
answer she gives a prompt. That is, she locates the problematic area by repeating the
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Excerpt 9: Have (original transcript A lines 247-249)
sentence and stopping right before the preposition that is needed and lets S2 find the 
correct preposition. S2, in her first attempt, comes up with the wrong preposition. 
Interrupting S2’s sentence, the teacher, this time (line 46) provides the correct form 
of the verb. Then S2 utters the correct preposition and repeats the correct verb form.
Loop. In this type of correction, the teacher asks for a clarification due to a 
misunderstanding or incomprehensibility of the utterance. In the below excerpt, an 
example for this type of correction is given.
Excerpt 11; Can you express in another way? (original transcript A
lines 195-200)
S7:1 am for the idea because if you think that way Turkey is a democratic 
country and in democratic societies all people without no separation 
black white, young old compete in equal terms. So if you are young and 
if you are successful there is no meaning in not even work to death.
T: Can you express in another way?
S7: For example, if you’ re young and if you have great success=
In Excerpt 11 (lines 199) the teacher asks for a clarification and S7 explains 
his ideas by giving an example. The next excerpt discusses another type of 
correction the teacher uses in her class.
Ignore. In this type of correction, the teacher ignores the students’ errors and 
continues with the conversation on another topic. The following excerpts provide 
examples of the teacher’s ignoring the errors.
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Excerpt 12: No Correction 
(see lines 22-24)
S I: In my opinion the things you success in a short time is important. I think 
young people can this only because they are more ambitious than old 
people.
T: All right. That’s very good...
In the above lines (see lines 22-24) the word “success” should have been used 
in the verb form “succeed” and also subject-verb agreement should have been 
considered “the things .. .are important”. In the second sentence of the same excerpt 
the verb after “can” is missing.
(see lines 174-179)
S2: When he said that I am a new graduate, he refused to give the Job to him, 
because he was more important experience but he was really a skillful boy. 
And he think he he approached to persuade him that he is so skillful he has a 
great ability in this field=
T: What was his field?
The teacher does not interrupt or ask for a clarification. The first sentence (see 
lines 174-175) needs clarification because the part “because he was more important 
experience” is not clear to the reader. However, the teacher ignores the incorrect 
utterance and lets the student continue with the conversation.
In the first section of this chapter I have provided examples of different types 
of error correction from the classroom recording: Interrupt, Delay, Prompt,
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Repetition with Change, Ignore. In the next section of this chapter, I will present the 
answers informants gave in the interview session.
Student Interviews
The following questions were asked during the interviews:
1. What is your attitude towards oral error correction?
2. Do you think corrections affect your motivation towards language learning?
3. What kind of corrections do you think help your language learning?
4. How would you feel if you are not corrected at all?
These interview questions (see Interview transcription-Appendix B) are 
discussed under four sections: student attitudes towards oral error correction, effects 
of correction on motivation, preferences in oral error correction, and opinions when 
correction is ignored. The answers are presented both through tables summarising 
the data and through direct quotations taken from Appendix B.
Attitudes towards oral error correction. The first question elicited 
informants’ attitudes towards oral error correction in general. Table 5 presents the 
responses of 5 informants.
Table 5
Error Correction as Part of Learning
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Attitudes towards error correction 1
Informants 
2 3 5 6
Part of learning
Part of learning if not discouraging
Beneficial
Two out of five informants (1,2) stated that error correction was a part of 
learning. Informant 3 mentioned that it was a part of learning if it wasn’t done in a 
discouraging way. Informant 5 pointed out that being corrected was a good way of 
learning new things and informant 6 also found being corrected beneficial for 
learning. The informants who took part in the interview sessions agreed on the 
usefulness of being corrected by the teacher. Some specific comments reflecting this 
attitude are excerpted below.
51. (original lines-Appendix В 23-26)
In my opinion, oral error is a part of learning because correcting them 
improves our way of speaking. And pronunciation has an importance in 
English also and correcting oral errors and making pronunciation better will 
be a beneficial for us while speaking (April 12, 1999).
52. (original lines В 16-20)
I agree with my friends. We have only chance to be corrected in our spoken 
lessons and we must be corrected immediately because it will be better I think 
we don’t forget how to pronounce it and we don’t listen I think enough 
cassettes or we don’t watch CNN or BBC only we have chance to be 
corrected in the spoken lessons.
53. (original lines В 9-11)
I think as long as we don’t correct rudely or humiliatingly it is useful as a part 
of language learning. Maybe we can say that when we humiliated or behave 
rudely corrected the student it discourage the students.
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55. (original lines B 12-15)
I think error correction is a good way of learning new things I approve this. 
The most important things for us is to learn new things and improve our 
language I think. So error correction is a good way of learning new things for 
us.
56. (original lines B 27-28)
It is a part of learning and for me they have a great role in language learning I 
mean correcting. That’s all. They are great influence on us.
In sum, the informants in their answers to the first question share the same 
attitude. They think that error correction is an important part of learning.
Effect of corrections on motivation. The second question sought to find out 
how the informants are affected when they are corrected.
Table 6 shows the informants’ responses about the effect of error correction.
Table 6
Correction and Informants
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Informants
Effect of corrections on motivation 1 2 3 5 6
Negative
Positive
When the effect of error correction on the informants’ motivation was 
considered, one out of five informants (3) noted a negative reflection, 1, 2 and 6 
reflected both negative and positive attitudes whereas informant 5 indicated that error 
correction had a positive effect on his motivation. Informant 3 just mentioned that
she was negatively affected, however, informants 2 and 6 commented on more 
specifically in the following excerpts.
51 (original lines B 58-62)
Error correction constitutes the most important part of foreign language. It 
affects me it affects my motivation towards language learning because I want 
to be corrected immediately I learn, I realise my mistakes and I can correct it 
and I think I won’t it this mistake again and I can easily the arouse the 
listeners’ interest easily by means of having a good pronunciation 
(April 12, 1999).
52 (original lines B 41-45)
I think I am sometimes motivated to learn sometimes I discouraged because 
when I make more mistakes and more language errors I feel nervous, very 
disturbed, unhappy and sometimes I am very angry with this situation but 
sometimes I am motivated to study more, I listen more English cassettes and 
try to watch English channels. It differs it depends on the situation.
53 (original lines B 49-52)
Yes, it affects me also. If it repeats very often as S2 said discourages me 
because I get bored maybe English or the language to make very often 
mistakes but besides that apart from that if I get praised it motivates me very 
much.
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55 (original lines B 46-48)
I think that corrections affects our attitudes positively because I don’t want to 
do the same mistake again in class, so I don’t, I try to not to do, I don’t want 
to do the same mistake. I try to my English improve.
56 (original lines B 53-57)
I think sometimes bad for me to be corrected because I waima speak however, 
I want but it tackles me because I can’t speak I made lots of pronunciation 
mistakes and when they are corrected I feel embarrassed or discouraged. 
That’s all but when I think about it after it is a good thing for me because I 
can correct them and I can speak very fluently in a good way 
In sum, most of the informants reflected both negative and positive feelings towards 
the effect of correction on motivation.
Preferences for Oral Error Correction. The third question asked the 
informants to state their preferences regarding types of error correction techniques. 
Responses of each informant are shown in Table 7.
Table 7
Correction Timing
52
Timing preference 1
Informants 
2 3 5 6
Interrupt ■/ ·/ y y
Delay
In group work y
After class y
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All the informants preferred being corrected immediately. However, one 
informant (3) mentioned that she wanted to be corrected without being discouraged. 
In addition to the mentioned preferences, informant 2 added that she would also 
prefer being corrected after class or while working in groups.
SI (original lines B 59-62)
... I want to be corrected immediately I learn, I realize my mistakes and I can 
correct it and I think I won’t it this mistake again and I can easily the arouse 
the listeners’ interest easily by means of having a good pronunciation . 
(original lines B 92-97)S2
S3
S5
S6
I think correcting immediately in the class while we are speaking but if I do 
the same mistake every time everyday my teacher must call me in her room 
and we can talk each other and correct me after the class. It must be useful 
also while we are studying group presentation in our group she come to near 
our group and correct in our group and correct in our group also. It is also 
useful.
(original lines B 9-11)
I think as long as we don’t correct [[are not corrected]]rudely or humiliatingly 
it is useful... when we humiliated or behave rudely corrected the student it 
discourage the students.
(original line 98)
I agree with S2,1 think the best way is correcting immediately 
(original lines 6-7)
... It must be immediately after we said the wrong pronunciation”
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The informants in their preferences agree on the value of being corrected 
immediately after they make the incorrect utterance.
Reactions towards not being corrected. Some students feel better when they 
are not corrected by the teacher. The reason is that they “are afraid of losing face” 
whereas some students do not mind being corrected in front of others. This section 
focuses on how students feel if they are not corrected at all.
Table 8
Feelings of Students When Not Corrected
Reactions to no correction 1
Informants 
2 3 5 6
I’d feel I didn’t make mistakes
I’d feel nothing
I’d feel suspicious / nervous
I’d feel teacher didn’t notice Y ·/
Three of the informants (1, 2, 5) mentioned they would think that they didn’t 
make mistakes and the teacher didn’t listen to them and notice the incorrect 
utterances. One informant (3) indicated that she would feel nothing but would like to 
be corrected. However, informant 6 pointed out that she would become “suspicious 
and nervous”. The informants’ comments expressing their feelings on not being 
corrected are excerpted below.
51 (original lines B 77-79)
I would think that I didn’t do any mistakes or the teacher didn’t listen to me 
carefully but I would be glad because I would think that I didn’t make any 
mistakes while speaking. In fact I want to be corrected while speaking
52 (original lines B 84-86)
As I am used to be corrected when I am not corrected at all I feel that I didn’t 
make any mistakes or teacher didn’t notice my mistakes and it is not very 
good. I must be corrected because how can I learn the correct one?
53 (original lines B 64-67)
Indeed I don’t feel anything because I don’t realise my error but sometimes 
while speaking I know my mistakes but it is because of speed or pace of my 
speaking. I know what I made. I think the teacher also knows s/he doesn’t 
correct it.
55 (original lines B 80-83)
If I weren’t corrected at all, I would feel that I am making everything 
correctly and I continue to do making. If I make any mistake I continue to do 
that and I don’t I can’t learn the right form of the words and pronunciation of 
the words and I can’t make, I can’t use English rightly in that way .
56 (original lines B 68-71)
Actually, I would became so suspicious because if I know my situation in 
speaking I must realise that there must be something wrong I think and I can 
started to think why this teacher don’t doesn’t correct my errors or why 
doesn’t s/he prefer to do this. There must be something wrong...
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(original lines B 73-76)
Because if I know my speaking style, I can realise that it isn’t perfect. I must 
know and learn many things and I must improve my English day by day so 
there is something happens such this case. I can understand that there is 
something wrong...
(original lines B 87-90)
Also if there is something that teacher doesn’t correct my errors I became so 
nervous when I speaking in class, I may realise that I had done and 
pronunciation error but teacher didn’t correct it. I can become a bit nervous 
and mix up my speech.
This section focused on the interview results of the five informants attitudes 
towards error correction, effect of correction on their motivation, preferences in 
correction and opinions when correction is ignored. The next part focuses on the 
reflections of the infomiants on their corrections while they actually watched 
themselves being corrected.
Student Reflection
After the interview session, the informants viewed the tape and reflected on 
the episodes where the teacher used oral error correction. In this section, I first 
discuss the reflections of the informants as they viewed the videotape and saw how 
they were corrected. Second, I discuss reflections on their other classroom 
experiences regarding error correction that were elicited by watching the videotape.
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Reactions to Teacher Correction. As they watched themselves on the video,
I elicited informants’ reflections on how they felt when they were corrected. Table 9 
displays the major categories of the comments of the informants on the correction 
techniques.
Table 9
Reflection to Classroom Recording
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Informants
Reactions 1 2 3 5 6
Positive >/ y  ^
Negative
As shown in Table 9, all the informants reflected on the correction in the 
classroom recording in a positive way. However, 6 mentioned that she felt negative. 
Informant 1 was positive towards teacher’s oral error correction and she reflected that 
she was glad to be corrected. Similar to the first informant, 2 and 3, also found being 
corrected useful. However, 2 mentioned that she got angry with herself due to 
making that particular mistake continuously but was not aware of being corrected. 
Informant 3 felt ‘comfortable’ while being corrected and also added that the teacher 
was serious while correcting her. When I asked S3 why she felt that way, she could 
not explain. Informant 6 who was corrected twice had both negative and positive 
reflections towards the correction technique the teacher used. She stated that she first 
felt embarrassed and nervous because of being interrupted. However, she felt better 
in the second correction because of “delayed” correction.
Specific comments are excerpted below.
51 (original line B 120)
I didn’t get upset but I was glad because I learned its pronunciation.
52 (original lines B 134, 136-138, 144)
I found my own mistake and corrected by myself. I usually make this one 
and I am angry with myself not to the teacher. I mustn’t, I shouldn’t have 
done this like this I thought that and I get got angry at that time. I wasn’t 
aware of it [[being corrected]].
53 (original lines B 146-151, 156)
I didn’t feel anything indeed but I noticed that the teacher was very serious 
when she was correcting me. I also had problems with capability in prep 
school last year but I couldn’t correct it. This year ability they are similar in 
meaning so I can’t do anything with them. Also while speaking I make 
singular-plural mistakes and prepositions I know but while speaking I can’t 
notice. I always feel comfortable [[while being corrected]]
S5 (original lines B 159-165)
At that time there weren’t wasn’t enough time for me to prepare a 
presentation and while making a presentation I get very excited as you see 
and for this reason I can’t collect the words in my mind and I think the reason 
why I am making such mistakes, the reason is that. There was a problem 
with ‘rewarded’ I can see and I know their right pronunciation now and I 
think it was very beneficial for me. The teacher’s attitudes towards me was
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very good I think not disturbed me vice versa it relaxed me I can say. That’s 
all.
(S6 was corrected twice and she reflected on both corrections)
S6 (original lines B 166-170)
a ) I think I feel a bit embarrassed because when I am speaking I don’t like 
being interrupt and teacher interrupt me and told me that you said “bus” and 
this “boss”. It is a good activity for me to learn the right pronunciation but I 
think if you watch the rest of my speech I may became nervous and excited 
and I can mix up my speech. That’s all.
S6 (original lines B 172-176)
b) It was better this time. She made the correction after my speech and I was 
glad to be corrected this time not embarrassed or I didn’ t get nervous it was 
good for me because teacher made the correction after my speech and didn’t 
interrupt me I can manage to finish my speech and learned the correct 
pronunciation of the word . That was good for me.
The reflections of the informants indicated that they were all positive towards 
being corrected except 6. Informant 6 was not comfortable because of being 
interrupted. The next section discusses another topic that came up during the 
reflection session.
Other classroom experiences. While the informants were watching 
themselves on the video, they were reminded of other experiences with correction in 
school, and their teachers, of whom they were critical. There were again varying 
responses; towards this issue; however, the common point the informants came up
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with was that the more the teacher positively and encouragingly corrected the error, 
the more her/his correction strategies were appreciated. The following quotations 
reflect their experience on error correction with their previous teachers.
51 (original lines B 202-204)
I think our spoken teacher is good at correcting our errors but she interrupts 
us while speaking and I got embarrassed and I forgot what I will say and if 
she corrects our mistakes immediately after our speech it would be better.
52 (original lines B 180-182)
I won’t forget my spoken teacher in this term and she is correcting our 
mistakes when we make a pronunciation mistake after our speech finish and it 
was the best way I think I don’t forget her correcting style (April 12, 1999)
53 (original lines B 187-192)
My last year’s teacher was very good at pronunciation till last year I never 
thought of pronunciation but one day he taught me the pronunciation of 
capability but after that I made the same mistake several several times she 
didn’t correct my mistake immediately. She repeated, she made me repeat the 
word then after I could realise my mistakes on my own and I never forget it 
and I adapt [[associate]] that word to my that teacher.
S5 (original lines B 183-186)
I agree with ((name))because until this time my English teacher didn’t give 
any importance to the pronunciation as our spoken teachers in that term so I 
remember her positively because he gave me the right, he cause me to learn 
the right form of the words and I remember her positively.
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S6 (original lines B 193-201)
Yes, one of my teachers in high school. He was addicted to correcting our 
own mistakes and it was very very embarrassed for us because he always said 
you are not a good student, you won’t be able to do anything you carmot 
speak in English. You must do what I say and he wants us to speak in 
English, to be correct our mistakes but we didn’t do anything. Even we said 
the word in our own way. For instance, we didn’t say again /aigein/ but 
/e gein/ We liked to make him crazy because he made us crazy because his 
attitude was very very bad to us but now I like being corrected and I like to 
pronounce the words in a right way but he was negatively acted me.
This section focused on the informants’ previous classroom experience; their
former teachers and their ways of correction. As shown in the excerpts above, the
informants came up with both positive and negative reflections.
Conclusion
The results of the data analysis were discussed in terms of the followings:
• types of oral error corrections the teacher used,
• the informants’ attitudes towards oral error correction,
• effect of correction on motivation,
• preferences in oral correction,
• opinions on not being corrected at all,
• reflections while viewing the videotape,
• other classroom experience.
The results indicated that Teacher A used the following correction types:
62
• Interrupt
• Delay
• Repetition with Change
• Prompt
• Loop
• Ignore
In the interview session, all informants stated that error correction was a part 
of learning. However, four of them expressed the feeling that correction had a 
negative effect on their motivation. When the informants were asked about their 
preferences on when to be corrected, they all said that they preferred to be corrected 
right after they make an error. If they were not corrected at all, four of the 
informants (1, 2, 5, 6) said that they would feel uncomfortable because they would 
not know whether the teacher really paid attention to what they had said.
The reflection session focused on how the informants felt towards error 
correction as they were watching themselves being corrected on the videotape. SI, 2, 
3, 5 reiterated that they found being corrected useful. Informant 6, however, was 
negative towards the correction type used by the teacher. She stated that she felt 
embarrassed and nervous because of being interrupted. The informants then were 
invited to discussion to a recollection of experiences of former teachers’ correction. 
The common point the informants came up with was that the more teachers 
positively and encouragingly corrected their errors, the more his/her correction types 
were appreciated.
In Chapter 5 ,1 summarise the study and answer my research questions.
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CHAPTERS CONCLUSION
The previous chapter presented an analysis of the data collected through 
videotapings of class hours, interview and reflection sessions. This chapter provides 
the discussion of the findings under the following headings: overview of the study, 
discussion of findings and conclusion, the limitations, implications for further 
research and pedagogical implications.
Overview of the Study
The purpose of this study was to investigate one teacher’s correction of 
students’ oral errors, the reflections of students on this correction and the effect of the 
this correction on their perceptions of their own language learning. This study was 
conducted in a spoken English class, Department of ELT, METU. To collect the 
data, I videotaped four classroom sessions followed by an interview and a reflection 
session. After completing the data collection process and transcribing all the 
recordings, I first analysed the classroom discourse to classify and group the 
correction types the teachers used. I conducted the rest of the study with Teacher A 
because of the amount of correction she provided. Secondly, to choose the 
informants for the interview and reflection session, I reanalysed the transcriptions of 
the classroom recordings, and chose as informants the students who were corrected 
more often. In the interview session, the informants answered questions. This was 
followed by a reflection session in which they viewed the classroom recording and 
reflected on the portions in which they were corrected. Having completed the
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interview and reflection sessions and transcribed the discourse, the data were 
analysed and grouped in the light of the research questions.
Discussion of Findings and Conclusion 
The results provide the following answers to the three research questions.
The first research question is:
“What types of oral correction does one teacher use in response to students’ oral 
errors in a Spoken English class in Department of ELT at METU?”
The data were collected through videotaping of class hours and analysed 
based on Chaudron’s (1988) model of correction types, (see Chapter 2, pp. 14-16) 
The results show that the teacher used six of Chaudron’s correction types: Interrupt, 
Delay, Repetition with Change, Prompt, Loop, Ignore. The teacher made use of 
eleven immediate corrections; that is, she interrupted a student’s utterance 
immediately after the error, or before student had completed his or her utterance. 
What is interesting here is at the beginning of the session, the teacher reminded the 
students that the most important thing for her was fluency and pronunciation (see 
original lines A1-5). Therefore, the correction types she used supported her beliefs in 
terms of error correction. Another type of correction the teacher used was delayed 
correction. This category consists of waiting for the student to complete the 
utterance before correcting him or her. She also used another type of correction in 
which she gave a corrected version of the utterance. She did not, however, ask for a 
repetition from the student. Another type of correction the teacher used was giving a 
cue to elicit a correct utterance, either by asking or pausing so that the student would
complete the sentence. There was only one instance where she asked for a 
clarification in the recorded session. There were also times when she ignored errors.
In sum, it is seen that the teacher used mostly the interruption type of 
correction. The second research question is:
“What are the learners’ reflections on the ways their oral errors are corrected?”
The reflection session considered how the informants commented on the 
teacher’s oral error correction. All of the informants reflected on the teacher’s 
correction positively. Informant 1 stated that she was glad to be corrected. Similar 
to 1, 2 and 3 also found being corrected useful. Informant 5 expressed himself by 
saying that the teacher’s attitude towards him was very good and it didn’t disturb him 
and he found the correction very useful. Informant 2 mentioned that she got angry 
with herself because of making that particular mistake continuously. Informant 3 
stated that she felt comfortable while being corrected and also added that the teacher 
was serious while correcting her. When the reason for her comment was asked she 
did not explain why she felt that way. However, one of the informants (6) displayed a 
negative attitude. She was negative towards the correction type used by the teacher. 
She was corrected twice and in the first correction, she stated that she felt 
embarrassed and nervous because of being interrupted, however, in the second 
correction she felt better because of not being interrupted. The informants do want to 
be corrected but in a motivating way. The point here is that the informants are 
inconsistent in their needs and preferences. Even though they believe that error 
correction is a part of learning and teachers should correct students, they reflect 
negative attitudes on being corrected.
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These responses reflect what Bolitho (1998) mentions in Chapter 2. He 
points out that students are used to being corrected due to being taught by teachers 
who have the traditional view. Cathcart and Olsen (1976) in their research found that 
students have a strong preference for being corrected. The results I received from 
this study relate to McPherson’s (1995) comments in terms of considering student 
responses to correction of spoken errors. There are similar responses received from 
both groups.
It seems that the informants generally do not hold extremely different 
attitudes toward error correction. That is, the overall attitudes of the informants 
cover a similar range of responses.
When I asked the informants about their other experience with correction the 
question took them back to their experience in their school years and their teachers of 
whom they were critical. The common point the informants came up with was that 
the more the teacher positively and encouragingly corrected the error, the more 
his/her correction types were appreciated.
The third research question is:
“How does the teacher correction affect the students’ perceptions of their own 
language learning?”
In the interview session, when the informants’ attitudes towards oral error 
correction were asked, the informants stated that correction was a part of learning 
(see Table 4) similar to what Bartram and Walton (1991) said (see Chapter 2) The 
informants also believed that error correction was one of the ways to improve their 
oral proficiency and they wanted to improve their language.
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When the informants were asked about the effect of error correction on their 
motivation, the overall attitudes of the informants were divided almost equally (see 
Table 6). Only one informant (S5) displayed his positive attitude towards error 
correction. The rest were both positive and negative in their attitudes towards error 
correction. This point can be supported by Manner’s (1998) opinions about adult 
students. As mentioned in Chapter 2, he points out that older people don’t like being 
corrected because of being afraid of losing face in front of their friends. In the study 
I conducted, the informants raised the issue of getting disturbed and feeling 
embarrassed or discouraged when corrected (see Appendix B lines 226-227).
When the informants’ preferences in correction were asked, the informants 
who took part in the study mentioned that they would like to be corrected 
immediately after they complete their utterances (see Table 7). However, one of the 
informants stated that she would prefer being corrected without being discouraged.
Another point came up in the interview session focused on the informants’ 
feelings and how they would feel if they were not corrected at all (see Table 8). 
Informants 1, 2, 5 said that they would think that they did not make mistakes or the 
teacher did not notice their errors. Informant 3 mentioned that she feel nothing but 
would like to be corrected. Informant 6 raised a negative attitude by saying that she 
would feel suspicious and nervous and also wonder why the teacher did not correct 
her.
In sum, the findings indicate that all informants have a desire to be corrected 
however, there is an inconsistency between their preferences stated in the interview 
before viewing themselves and their reflections after they watch the videotape.
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Limitations of the Study
This study is limited to one class hour of videotaping and responses of five 
informants. The study was conducted in one spoken class in the Department of ELT, 
METU. Informants were chosen among freshman students only. Therefore, this 
study cannot be generalised to all teachers and students. This study was a short- term 
study, so time constraints limited gathering data.
Implications for Further Research
This study focused on the ways a teacher corrected oral errors, the reflections 
of the students on this correction and the effect of the correction on students’ 
language learning. It seems that further research might be carried out on the methods 
of coiTection in teacher training class.
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Pedagogical Implications
It is hoped that this study will encourage teachers to increase their receptivity 
to their students’ reflections, and to diagnose individual learning preferences on 
errors in a classroom centred approach. It will also be of benefit to provide 
information in terms of different error correction types. In addition, the findings of 
the study can guide teachers to develop projects on student reflections.
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Appendix A (Lines Al- 249)
Transcription of Classroom Recording 
Date: March 10th, 1999 
Time:09:40-10:30 
Language Focus: Discussion
Topic: People should be rewarded according to ability, not according to age and 
experience.
((Ss are given 10-15 min to get prepared and speak up for 2 min))
T: The most important thing for me is your fluency and pronunciation. Try not to 
make errors that you make on and on. If you do so. I’ll remind you not to do so 
and don’t get scared about this. We’re just here to correct our errors. That’s it. 
That’s the purpose of our course. Right so.
((The Ss are given the task. T deals with each student and checks what they are 
doing))
T: Axe you ready? OK. Two minutes more then I want you to get ready.
((2min))
T: So I’ll choose from the list. That’s the best way. Now who shall we start with 
first? ((name)). Where is ((name))? Is that you? Good. Yes, I am listening to 
you with your friends over here. So you may start. What do you think about 
the topic?
S I:(.) I think, I want to start first of all the situation of our society and in our 
society er young people er can’t er have got they deserve since it is thought that
12 young people don’t have enough information and they aren’t experienced
13 /Eksperien sat/. They aren’t experienced /Eksperien sst/. In my opinion=
14 T: =Just a moment. Experienced /Ik'spil rianst/.
15 Sl;[[smiles]] Experienced/Ik'spiIrianst/.
16 T: OK
17 S1 :In my opinion, reinforcement such as (xxx) enhance the rate of the success and
18 rewarding must be according to ability not age because person who is
19 rewarded becomes more ambitious eager to success if only if old and
20 experienced people are rewarded, society make young people (xxx) of the
21 success. And I think it isn’t good for them and society must reward people
22 according to their ability because time isn’t important. In my opinion the
23 things you success in a short time is important. I think young people can this
24 only because they are more ambitious than old people.
25 T: All right. That’s very good. I have a question for you. Let’s say you’re the
26 boss and there is a job in the company and you’re gonna recruit someone.
27 Now there are two people let’s say applying for this job but you’re not decided
28 which one to choose. First one is like 30 years old or something and he’s very
29 experienced in his area and well he may not be that well-educated but he’s
30 very experienced and the other one let’s say a Boğaziçi graduate, just
31 graduated from the university and that’s the second applicant. Which one
32 would you choose and why?
33 S1 :1 think first of all I look at the things they do and I think I’ll choose the person
34 who graduated from Boğaziçi, because he’s more ambitious and his
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35 knowledge is more than the other person and I can make him be eager to
36 success while working because rewarding can enhance the rate of his success.
37 T: OK. Thank you. That was very good.
38 T: Now ((name)). Where is ((name))? OK ((name)). What do you think about the
39 situation over here?
40 S2:First of all I agree with the situation. To start with our society a new
41 graduated person has to face lots of difficulties in finding a good job. People
42 should be rewarded according to their abilities not according to their age or
43 experience when he apply a job. First er (.)=
44 T: =Just a minute. When he apply(.)
45 S2: When he apply to=
46 T: =applies.
47 S2: When he applies for a job he is asked that question. Have you had experience.
48 How is your background? No. If an old people applies he is experienced for
49 ten or twenty years. He is looking young person but he’s graduated from a
50 good university and ambitious. He is eager to succeed. But they don’t consider
51 these conditions and I think they want to give the chance to the young person
52 but our society should consider these and I think a new graduated person can
53 make more than experienced person.
54 T; Yeah, can be much more successful than the experienced person.
55 S2:He can think, he can find new ideas different ideas in a firm /firm/ and make
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56 lots of (.) how can I say, different (.) and (.)
57 T: creations?
58 S2:creations.
59 T : Right. That’s firm /f jrm/.
60 S2:Firm /fsrm/.
61 T: Firm /fjrm  /. Imagine yourself as an applicant. You have nearly graduated and
62 you are gonna apply for a job but the requirement is that you got to be, it takes
63 five years of experience there it says, but still you wanna try. How would you
64 persuade the boss or the interviewer, whatever, what would you say?
65 S2:I was in that condition two years ago. I wanted to study in a hotel as a
66 receptionist but I didn’t know anything about how to be a receptionist but I was
67 lucky because I was given the job. I persuaded the manager by talking like this.
68 I believe myself, I am sure I’ll succeed it. Give me a week. Just tell me what to
69 do and my responsibilities. My manager was really a good person. She helped
70 me and I was very successful I think. Just an ability to persuade a person. It is
71 always important. In a hotel you must always smile and talkative person.
72 T; You must be a talkative person.
73 S2:You must always smile.
74 T: OK. That’s good thank you. Now. Yes, ((name)) let’s get your ideas about this
75 topic.
76 S3:I agree with my fnends so in my opinion as we all know that people especially
77 young people aren’t rewarded according to their ability /e b^lti/, even if they’re
78 graduated from good universities they have good ability /e balti/.
79 Particularly, in our country the age and experience are the first place. The
80 ability /e'b Iti/ place in the secondary one. Our young people don’t agree that
75
81 because our young people have many many er cap able (.) capabilities (.) for
82 example in administrations there are people after the retirement enter that
83 administration but I think clever brains and ability /e b^lti/ in governing are
84 more important er are more important than age. I should confess one thing that
85 experience is also important but not behind the /e’bolti/ (.) behind the /e bolti/
86 So we can say that people should be rewarded according to their not the age
87 maybe experience is important but not their age.
88 T: OK. So well just on mistake OK? ability /3 blllti/.
89 S3:Ability//3bIlIti/
90 T: Ability/.bblllti/.
91 S3 .-Ability/oblllti/.
92 T: Yes, very good. You say /e bilti/ or something like that. That is incorrect.
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96
Maybe you’re confusing with capability /kep^ blllti/.
94 S3:Yes, I have problems with capability /kep^’blllti/.
95 T: OK ability / ablllti/, capability /kep s’blllti/. Would you repeat them after me?
Capability /kepa’blllti/.
97 S3:Capability/kepsbillti/
98 T: Ability/5blllti/.
99 S3: Ability/e’blllti/.
100 T: OK very good ((hh hh)). That was good thank you.(.)Yes ((name)).
101 S4:I agree with my friends. For me it is not important that it is not that you’re
102 young. I think that it is not important when you are young, you are much
103 energetic, much powerful much self confident=
77
104 T; =You mean much more.
105 S4:much more=
106 T: =Yes.
107 S4:Yes. I think if you believe yourself, self-confident. You’re gonna be self-
108 confident in whatever is important you’re exactly successful. I mean that most
109 people believe that it is not important whatever you know but whoever you
110 know. I am completely against this idea because first of all you show your
111 ability and attract the attention of people, then you start around the xxx. I think
112 the reality is not that you know somebody. I think age and experience is in the
113 second place. That is, the first of all people look the age of people and
114 experience and they think that people do the job. It is the easiest way to do so
115 because they don’t want the young one make him be successful in the job.
116 They do not want to take responsibilities and they want to get rid of this
117 problem. Therefore, they choose the people who have age and experience. For
118 example, nowadays, it is not like that. They want to choose young and more
119 energetic people because they think that young people do more than old people
120 because they have much power, energy to put out. xxx. Old people are passed
121 some handicaps and want to get rid of this. They do this job and they retire but
122 young people work more, want to make innovations throughout life. People
123 should be awarded according to ability not their age and experience because
124 that people pass those things. The important thing is that whether you can put
125 new innovations in your society. I think it is the point we must put our
126 attention on.
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127 T: That was quite good. Thank you. (.) Now let’s have ((name)).
128 S5;I think that people should be rewarded /ri ward d/ according to ability not
129 according to age and experience=
130 T: =Just a minute rewarded /ri'wardad/.
131 S5 rewarded/riwordud/=
132 T; =Yes. Good.
133 S5;Society I think must reward people. If he has an ability not according to age and
134 experience. I also agree that experience is a very important, hard to obtain but
135 not everything. If a people, a person, if people have a experience but not the
136 ability he doesn’t have he doesn’t deserve to rewarded and (.)
137 T: rewarding
138 S5 rewarding
139 S5 :because young and capable people can reach their aim successes very quickly,
140 more simply. I think the bosses for example, every time if we apply for a job
141 wants to experience but this is a mistake, I think because if a people for
142 example a person must have experience and age but if he doesn’t any ability I
143 think he cannot be successful in their job. We should xxx the job which a
144 person think. I think in that case the bosses must give to the people a some
145 time to try them. Then he can choose the people I think,, he can choose the
146 people I think. I think management is requires an ability because every time for
147 example, in a child peer groups er always there are a people, there are a person,
148 children=
149 T: =there is a person.
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S5:There is a person who manage /’mlnidy the others  ^
T: =manage/’mc6nad5/.
S5 manage /'mffinady the others=
T: =You mean lead.
154 S5:lead?
155 T: lead others. I believe that some certain jobs require management, administration
156 cause young inexperienced people might fail to direct others there because the
157 other people working around them in the same place might Just scorn them. So
158 could you think about it?
159 S5:It is an ability. Management /mrnadzmont/ is an ability I think=
160 T: ^management /‘m.$nod^m3nt/.
161 S5:((S covers his face with hands and whispers “Sorry”))
162 T; Don’t be scared there is no need for that. OK. We’re just trying to improve
163 ourselves. That was good though. Thank you.
164 T: Let’s have ((name)). Go on.
165 S6:OK. I cannot decide what to choose because for me experience is so important.
166 Also ability is important so I couldn’t find anything to say but experience is
167 also important for boss. I talked one of my friends and he said me that er just
168 one week or two week before, he applied a job and boss /bAs/ ask him=
169 T: =You mean the boss /bos/ not bus /bAs/.
170 S6:Yeah ((hh hh))=
171 T: =Just a minute. Say it again this way boss /bos/.
172 S6:boss/bos/.
173 T: Yeah.
174 S6:The boss asked him about experience. When he said that I am a new graduate,
175 he refused to give the job to him, because he was more important experience
176 but he was really a skillful boy. He was great ability in that area, in his field.
177 And I think he he approached to persuade him that he is so skillful he has a
178 great ability in this field=
179 T: =What was his field?
180 S6:Computer Engineering. Now he had got it, the job but at first he was very
181 scared because (.) this experience business. He has no experience. Yeah. But
182 well-educated. He has five years in here, in METU, in Computer Engineering
183 but he had completely no experience. And the boss wants a person a staff /stAf/
184 who has a experience but at the end this is er a big luck I think. He can manage
185 (.) because of his ability.
186 T: OK so maybe a combination of two. So just a simple thing to remind you. OK.
187 very small thing. What’s the difference between stuff /stAf/ and staff /stffif/?
188 Stuff /stAf/ means thing, something right? This kind of a stuff /stAf/ for
189 example. Staff /st«f/ is the worker. Staff /stef/. OK. Staff /staef/ and stuff
190 /StAf/.
191 S6: Staff/stefi'.
192 T: Stuff /stAf/ is shorter a little bit, different sound. Do you see the difference? Hear
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193 the difference? Simple right? So, that was good thank you.
194 T: Yes (.) ((name)).
195 S7:I am for the idea because if you think that way Turkey is a democratic country
196 and in democratic societies all people without no separation black white, young
197 old compete in equal terms. So if you are young and if you are successful there
198 is no meaning in not even work to death=
199 T: =Can you express in another way?
200 S7:For example, if you’ re young and if you have great /grit/ success=
201 T: =great/gret/.
202 S7;great /gret/ success people have no reason ah for you not to give rewards to you.
203 For example if somebody deserves something there is no matter how old is he
204 or no matter what is his situation in society, people must give reward so in
205 giving rewards we must think about only age and ability we must also look at
206 the other qualifications as well as the other. If you don’t give jobs to young
207 people how can they be experienced?.
208 T: That was what I have asked, the question. Everybody says we need experienced
209 people. So how can we be experienced if nobody gives us a job. You can
210 persuade them. This may be a kind of good explanation for bosses to persuade
211 them. Maybe well (.) that’s what she did right. Give me a month or something
212 and I’ll prove myself, I don’t want no salary. One or two weeks even would be
213 enough. I just wanna work here and see xxx how successful I am. We’re
214 gonna persuade them=
215 S7:=Young ones are more ambitious than the olds so that’s good benefit for the
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216 boss.
217 T: Yes also they are not narrow minded if you criticise them they would think, they
218 won’t reject it. Experienced people how do they react criticism? That was
219 ((name)) right? OK.
220 S1:1 think experienced people er know er what to do than unexpereinced people.
221 T; So how do they welcome the criticism from an unexpereinced person? For
222 example, like an unexperienced person telling what to do to an experienced
223 person. How does he react the experienced person?
224 S1:1 think he doesn’t’ /<3k‘sEt/=
225 T: =accept/sk sEpt/.
226 S1 :accet / k sEt/ the advice of that person. I think he is stubborn /st3'bbDm/=
227 T: ^stubborn /stAbsm/.
228 S 1 :He’s always behaving as is he knows everything.
229 T: ((name)) is it you?
230 S8:ln my opinion people should be rewarded according to quality of work they do.
231 If he really deserves, he must be rewarded without considering age and
232 experience. Although it isn’t the case in our society. Everyone should get what
233 he deserves for example, in a job although people can be superior to younger
234 ones only in having much experience but mostly being experienced doesn’t
235 mean you deserve to be rewarded. Sometimes young people can do better than
236 the older ones although they’re not as experienced as the older ones. And that’s
237 all.
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238 T: That’s all you want to say. So you believe that experience for you let’s say as a
239 boss in the future is not important. Would you xxx energy, enthusiasm, what
240 you wanna see?
241 S8:I think experience is important too, but firstly, ability is more important. So
242 how do all these young people are gonna be experienced? If people, boss ask
243 for an experienced people, if they are given chance.
244 T: They can be experienced.
245 S2;xxx tried this again one summer in Antalya. He said that I don’t want to salary,
246 I just want to experience. Here their approach is like that you’re problem
247 machine, you always cause a problem. They are so obstinate and they don’t
248 accept you even you don’t want to salary. 1
249 T: even you don’t wanna have salary. Let’s have a break.
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Appendix B (Lines B 1-205) 
Transcription of Interview and Reflection Sessions 
Date: April 12, 1999 
Time: 12:30-13:30
Place: Seminar Room, Department of ELT, METU 
Interview Session
What is your attitude towards oral error correction as 
learning?
I think immediate correction of oral errors must make 
pronunciation good and makes our speaking fluently.
must be immediately after we said the wrong pronunciation. It is good to be 
corrected.
I think as long as we don’t correct [[are not corrected]] rudely or humiliatingly 
it is useful as a part of language learning. Maybe we can say that when we 
humiliated or behave rudely corrected the learner it discourage the students.
I think error correction is a good way of learning new things I approve this. 
The most important things for us is to learn new things and improve our 
language I think. So error correction is a good way of learning new things for 
us.
I agree with my friends. We have only chance to be corrected in our spoken 
lessons and we must be corrected immediately because it will be better I think
18 we don’t forget how to pronounce it and we don’t listen I think enough
19 cassettes or we don’t watch CNN or BBC only we have chance to be corrected
20 in the spoken lessons.
21 Int: Do you think error correction is a part of learning and what do you think what
22 place do they have in language learning?
23 S1: In my opinion, oral error is a part of learning because correcting them
24 improves our way of speaking. Aлd pronunciation has an importance in
25 English also and correcting oral errors and making pronunciation better will be
26 a beneficial for us while speaking.
27 S6; Yeah. It is a part of learning and for me they have a great role in language
28 learning I mean correcting. That’s all. They are great influence on us.
29 S3: I think it is a part of learning as well because when the error is corrected
30 immediately it gets a good place in the learner’s mind. So it is better to do
31 that.
32 S5: I think error correction in learning is a very important place because for
33 example when you corrected by a teacher or someone else you don’t you never
34 forget the things you have corrected so in that way you can improve your
35 English.
36 S2: Correcting errors while speaking takes a great importance in learning a
37 language because as my friends said we don’t forget the new vocabulary and
38 its pronunciation. It is very helpful, it must be in our learning style.
39 Int: Do you think error correction affects your attitude and motivation towards
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40 language learning?
41 S2; I think I am sometimes motivated to learn sometimes I discouraged because
42 when I make more mistakes and more language errors I feel nervous, very
43 disturbed, unhappy and sometimes I am very angry with this situation but
44 sometimes I am motivated to study more, I listen more English cassettes and
45 try to watch English channels. It differs it depends on the situation.
46 85 1 think that corrections affects our attitudes positively because I don’t want to
47 do the same mistake again in class, so I don’t, I try to not to do, I don’t want to
48 do the same mistake. I try to my English improve.
49 S3: Yes, it affects me also. If it repeats very often as ((name)) said discourages me
50 because I get bored maybe English or the language to make very often
51 mistakes but besides that, apart from that if I get praised it motivates me very
86
52 much.
53 86: I think sometimes bad for me to be corrected because I wanna speak.
54 However, I want but it tackles me because I can’t speak. I made lots of
55 pronunciation mistakes and when they are corrected I feel embarrassed or
56 discouraged. That’s all but when I think about it after it is a good thing for me
57 because I can correct them and I can speak very fluently in a good way.
58 81: Error correction constitutes the most important part of foreign language. It
59 affects me, it affects my motivation towards language learning because I want
60 to be corrected immediately. I learn, I realise my mistakes and I can correct it
61 and I think I won’t it this mistake again and I can easily the arouse the
62 listeners’ interest easily by means of having a good pronunciation.
63 Int: How would you feel if you are not corrected at all?
87
64
65
66 
67
S3: Indeed I don’t feel anything because I don’t realise my error but sometimes 
while speaking I know my mistakes but it is because of speed or pace of my 
speaking I know what I made I think the teacher also knows he or she doesn’t
correct it.
68 S6: Actually, I would became so suspicious because if I know my situation in
69 speaking I must realise that there must be something wrong I think and I can
70 started to think why this teacher don’t doesn’t correct my errors or why doesn’t
71 he or she prefer to do this. There must be something wrong.
72 Int: Do you have a reason for your explanation?
73 S6: Because if I know my speaking style, I can realise that it isn’t perfect. I must
74 know and learn many things and I must improve my English day by day so
75 there is something happens such this case. I can understand that there is
76 something wrong.
77 S1:1 would think that I didn’t do any mistakes or the teacher didn’t listen to me
78 carefully but I would be glad because I would think that I didn’t make any
79 mistakes while speaking. In fact I want to be corrected while speaking.
80 S5: If I weren’t corrected at all, I would feel that I am making everything correctly
81 and I continue to do making. If I make any mistake I continue to do that and I
82 don’t, I can’t learn the right form of the words and pronunciation of the words
83 and I can’t make, I can’t use English rightly in that way.
84 S2: As I am used to be corrected when I am not corrected at all I feel that I didn’t
85 make any mistakes or teacher didn’t notice my mistakes and it is not very good
86 I must be corrected because how can I learn the correct one?
88
87 S6: Also if there is something that teacher doesn’t correct my errors I became so
88 nervous when I speaking in class, I may realise that I had done an
89 pronunciation error but teacher didn’t correct it. I can became a bit nervous
90 and mix up my speech.
91 Int: What kinds of corrections do you think help your language learning?
92 S2; I think correcting immediately in the class while we are speaking. But if I do
93 the same mistake every time everyday, my teacher must call me in her room
94 and we can talk each other and correct me after the class. It must be useful
95 also while we are studying group presentation in our group she come to near
96 our group and correct in our group and correct in our group also. It is also
97 useful.
98 S5; I agree with ((name)), I think the best way is correcting immediately.
99 Int: OK. When you’re corrected immediately, you feel sometimes negative
100 sometimes positive. Right? And it depends on the situation OK it depends on
101 the teacher. What do you mean by teacher for example?
102 S3; Teachers’ attitudes towards us and the correction may be if s/he behaves what
103 can I say rudely or another kind of behaviour we can think pessimistic about
104 our language learning or about our speaking maybe. It discourages us but
105 another way it may be if s/he behaves friendly or kindly it courages us.
106 Int: Related to this immediate correction do you think the teacher has a reason not
107 to correct you immediately? What could be that reason?
108 S1: I think the teacher doesn’t want to make us upset because some people some
109 students think that she wanted me to be upset by correcting immediately.
89
110 S3:
111
112 S2:
113 Int:
114 S2:
115 Int:
116
117 SI:
118
119 Int:
120 SI:
121 Int:
she wants us to realise our mistakes by ourselves.
corrected while speaking?
corrected.
Reflection session 
((SI watches her portion))
122 SI: The word experienced /Ik spl rianst/ is wrongly pronounced by me and I said
123 experienced /Eksperien sat/ and the teachers corrected it experienced
124 /Ik spl ri<Dnst/.
125 Int: How did you feel about it?
126 S1: In fact I didn’t feel anything. I corrected my error and then continued
127 speaking.
(S2 watches her portion)
128 S2: At first time when I say apply, applies, I didn’t feel anything maybe I think
129 that it is useful for me.
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130 Int:
131
132 S2:
133 Int:
134 S2:
135 Int:
136 S2:
137
138
139 Int:
140 S2:
141
142
143 Int:
144 S2:
or guide you to find the answer on your own?
mustn’t, I shouldn’t have done this like this I thought that and I get got angry 
at that time.
forget the grammar, I make grammar mistakes usually forgetting “be” 
If I use “be” in the first part, I don’t use in the second part.
(S3 watches her portion)
145 Int; How were you corrected how did you feel?
146 S3: I didn’t feel anything indeed but I noticed that the teacher was very serious
147 when she was correcting me. I also had problems with capability in prep
148 school last year but I couldn’t correct it. This year, ability, they are similar in
149 meaning so I can’t do anything with them. Also while speaking I make
150 singular-plural mistakes and prepositions I know but while speaking I can’t
151 notice.
152 Int: OK. You think the teacher was serious while correcting you, right? Why did
153 you feel like that?
154 S3: At that time I didn’t realise that but now I see that she was serious.
155 Int; So did you feel uncomfortable when you were corrected?
156 S3: No, no, I always feel comfortable.
(S5 watches his portion)
157 Int: You watched the videotape, the part you were corrected, what do you think
158 about it?
159 S5: At that time there weren’t wasn’t enough time for me to prepare a presentation
160 and while making a presentation I get very excited as you see and for this
161 reason I can’t collect the words in my mind and I think the reason why I am
162 making such mistakes, the reason is that. There was a problem with
163 “rewarded” I can see and I know their right pronunciation now and I think it
164 was very beneficial for me. The teacher’s attitudes towards me was very good
165 I think. Not disturbed me vice versa it relaxed me I can say. That’s all.
(S6 watches her portion)
166 S6: I think I feel a bit embarrassed because when I am speaking I don’t like being
167 interrupt and teacher interrupt me and told me that you said “bus” and this
168 “boss”. It is a good activity for me to leam the right pronunciation but I think
169 if you watch the rest of my speech I may became nervous and excited and I can
170 mix up my speech. That’s all.
(S6 continues to watch)
171 Int: Yes, S6 how did you find the correction this time?
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172 S6: It was better this time. She made the correction after my speech and I was glad
173 to be corrected this time not embarrassed or I didn’ t get nervous it was good
174 for me because teacher made the correction after my speech and didn’t
175 interrupt me I can manage to finish my speech and learned the correct
176 pronunciation of the word . That was good for me.
177 Int: Do you remember any particular teachers in your English language classes
178 who was most memorable for the way they corrected you. Either positive or
179 negative?
180 S2: I won’t forget my spoken teacher in this term and she was correcting our
181 mistakes when we make a pronunciation mistake after our speech finish and it
182 was the best way I think I don’t forget her correcting style.
183 S5: I agree with ((name)) because until this time my English teacher didn’t give
184 any importance to the pronunciation as our spoken teachers in that term so I
185 remember her positively because he gave me the right, he cause me to learn the
186 right form of the words and I remember her positively.
187 S3: My last year’s teacher was very good at pronunciation till last year. I never
188 thought of pronunciation but one day he taught me the pronunciation of
189 capability but after that I made the same mistake several several times she
190 didn’t correct my mistake immediately. She repeated she made me repeat the
191 word. Then after I could realise my mistakes on my own and I never forget it
192 and I adapt [[associate]] that word to my that teacher.
193 S6: Yes, one of my teachers in high school. He was addicted to correcting our
194 own mistakes and it was very very embarrassed for us because he always said
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195 you are not a good student, you won’t be able to do anything you cannot speak
196 in English. You must do what I say and he wants us to speak in English, to be
197 correct our mistakes but we didn’t do anything. Even we said the word in our
198 own way. For instance, we didn’t say again/¿'gen/but/egen/. We liked to
199 make him crazy because he made us crazy because his attitude was very very
200 bad to us but now I like being corrected and I like to pronounce the words in a
201 right way but he was negatively acted me.
202 SI: I think our spoken teacher is good at correcting our errors but she interrupts us
203 while speaking and I got embarrassed and I forgot what I will say and if she
204 corrects our mistakes immediately after our speech it would be better.
205 Int: I would like to thank you for being a part of this study.
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